This paper presents a descriptive and evaluative analysis of the transformation of a face-to-face graduate tax accounting course to an online course. One hundred fifteen students completed the compressed six-week class in 2001 and 2002 using WebCT, classroom environment software that facilitates the creation of web-based educational environments. The paper provides a description of the required technology tools and the class conduct. The students used a combination of asynchronous and synchronous learning methods that allowed them to complete the coursework on a self-determined schedule, subject to semi-weekly quiz constraints. The course material was presented in content pages with links to Excel problems, Flash examples, audio and video files, and self-tests. Students worked the quizzes and then met in their groups in a chat room to resolve differences in answers. Student surveys indicated satisfaction with the learning methods.
INTRODUCTION
The purpose of this paper is to provide information to educators who are considering transforming a face-to-face course to an online course. The paper discusses issues that arise in this transformation process, ranging from accommodating different student learning styles to technology requirements. In particular, the genesis of an online taxation of business entities course, from its initial planning to the student survey results for 2001 and 2002, is described and evaluated. One hundred fifteen students completed the required six-week course in the MS in Accounting (MSA) Program in the two summers. For most students, this class was their first introduction to both graduate work and an online environment. The students were accustomed to learning in an instructor-centered environment, and they were thrust into a student-centered environment in which the burden of learning was shifted from the instructor to them. Adjusting to a new learning style was not easy for most.
LEARNING STYLES
Leidner and Jarvenpaa (1995) describe learning models that motivate course delivery, and they state that although no particular model is the best approach, the instructor should be aware of the different learning models and use technology as a facilitator in applying a particular learning model. They describe two basic learning models of learning: objectivist and constructivist. "The objectivist model assumes that an instructor should be in control of the learning environment (i.e., pace and material), that learning is dissemination of knowledge, that dissemination best occurs via abstract representations of the reality, and that learning occurs best in isolated settings (i.e., the context of the learning environment need not be 'real'). Constructivism assumes that the learner needs to be in control of the learning environment, that learning is the creation of knowledge, and the realism of the context for learning needs to be high." Collaborativism is an extension of constructivism, which "assumes that the control of the learning environment should rest with the peer groups, that learning is the sharing of knowledge representative of disparate points of view, that knowledge is personally experienced, but can be shared through collaborating, and that the realism of context is high in the sense that individual experiences prior to learning are real but low in the sense that the experiences are shared vicariously through discourse."
The online learning environment is well suited for the collaborative model of learning. The content and pace of learning is under student control, subject to deadlines imposed by the instructor. The instructor serves as a guide in the learning process. The argument can be made that some accounting courses are simply bodies of knowledge that can be more efficiently transmitted through lectures. In such case, the instructor can use audio or video tools to record lectures, which students can access when they choose. Although the opportunity to ask questions is limited by the instructor's availability online, the student can choose to listen instead of read the course material.
THE ONLINE ENVIRONMENT
Distance learning, of which online learning is one form, focuses on students who are separated in space from their peers and the instructor. Oblinger, Barone, and Hawkins (2001) use the term "distributed learning" for both distance and campus instruction that uses technology to distribute the course. They state that distance and oncampus instruction are converging, with online delivery systems and approaches being employed for distant, commuting, and residential students. "This convergence of 'clicks and mortar' in the form of technology-mediated education is distributed learning" 1 Certainly many of the tools used in the online course described in this paper could also be used in a distributed learning course delivered on campus.
The demise of some for-profit online ventures calls into question the future of online learning. On January 7, 2003, Columbia University announced that it will shut down Fathom, its for-profit online-learning venture, which had been designed to sell Web-based courses and seminars to the public. 2 In 2001, other universities, including New
York University, The University of Maryland University College, and Temple University, closed their for-profit ventures. 3 The lessons we glean from these failures is the importance of aligning the program with the university's non-profit objectives and the need for faculty involvement. The Chronicle of Higher Education reported, "A. Frank
Mayada, director of the Alfred P. Sloan Foundation's grant program of online education, said NYUonline should have sought more involvement from New York University professors in teaching and production. Instead many of the courses were taught by adjuncts with less expertise and teaching experience. 'It wasn't able to tap the real value of NYU , which is the faculty.'" 4 Faculty involvement is crucial from the design to the delivery of the course. Sherry (1996) stresses the importance of interactivity between teacher and students, between students and the learning environment, and among students themselves. Gagne and Shepherd (2001) state that it is a common belief that interacting with the instructor and/or with other students is somewhat hampered in a distance course.
They quote Ryan (2000) , who observes: "Interaction with the online instructor using e-mail, telephone, or chat demands greater efficiency than open oral discussion, and therefore is more limited. This is perhaps the greatest limitation of the online delivery method. Almost all online participants felt that this was the greatest weakness of the class." Gagne and Shepherd compared a face-to-face with an online class. The performance of students in a distance course was similar to the performance of students in the on-campus course for an introductory accounting graduate class. They also found that the students' evaluations of the course were similar, although students in the online course indicated that they were less satisfied with instructor availability than the in-class students.
Ponzurick, France, and Logar (2002) find that MBA students in a distance education environment tend to have a lower level of satisfaction with the distance education course than do students in a face-to-face environment.
Students, however, elected to take the distance education courses because of convenience.
Online delivery was chosen for the MSA courses primarily for its flexibility. The MSA website states, "The … Program has been designed to be flexible to accommodate a variety of students' interests and needs." 5 In 2001 and 2002, students completed the MSA program by taking four 6-week courses in both the first and second summer and two 13-week courses in the fall semester. In 2003, all classes are 12-week classes. Some students do not work in the first summer, but after that most students work full-time. As accounting employees, they frequently miss live classes for many reasons, including being sent to various job locations around the state, having out-of-town training, and feeling pressure to work late to meet client deadlines. A combination of asynchronous (instructor and student not present at the same time) 6 and synchronous tools in an online environment makes the classes more accessible and flexible for students. Although students may prefer the live classes, they cannot always attend the live sessions. The online courses, however, are always available wherever the student has access to the Internet. In addition, many of the accounting firms provide online continuing education. 7 Thus, students will continue to learn in an online environment in the workplace. The university provides its instructors with access to WebCT (Web Course Tools), classroom environment software that facilitates the creation of web-based educational environments. WebCT can be used to create entire online courses or to supplement existing face-to-face courses. 8 The WebCT tools selected for this course facilitated the desired learning environment: a combination of asynchronous and synchronous activities that allowed students to complete the coursework on a self-determined schedule, subject to due date constraints.
PLANNING
In addition to WebCT, instant messenger software was used in the course. 9 In the summer 2002 course, Placeware, synchronous conferencing software, was used for two classes. Placeware provides the ability to view spreadsheets interactively and to poll students, thus creating a more interactive environment. Using these tools, the class web site was developed and welcomed its first students in summer 2001.
STUDENT TECHNOLOGY REQUIREMENTS
Students must have certain technology available to them to be able to successfully work in an online environment. The MSA program director sent a letter to students detailing the general technology requirements. 10 In addition, this course required the following software.
AOL Instant Messenger (AIM). 11 AIM was the most crucial communications tool in the course. Each student has a class "buddy list," including that of the instructor. Whenever a student logs onto AIM, the student can see who is online, and contact other students or the instructor with questions.
RealPlayer. 12 The RealPlayer browser plug-in is needed to play the audio and video (*. projects. An html editor (e.g., DreamWeaver) site management tool creates a map of all the files, which allows quick access to files that needed corrections or updates.
Self-tests. The content modules have related self-tests. Creating self-tests disciplines the instructor to focus on the learning objectives not only for an entire module, but for the specific content page, resulting in more focused pages.
Quiz Tool. The quiz tool creates quizzes and exams. In this course, the quizzes are discussed in groups, although each student must submit his or her own quiz. The quizzes create an incentive for students to meet the time constraints for learning the material and to work together in a chat room.
Grade Tool. The grade tool makes the students responsible for ensuring that the grades are correct. After
WebCT grades the quizzes and exams, scores are automatically entered in the grade page. Once the quizzes have been submitted by all students, the grades are released, and students can click on the grade and see the graded quiz, including the solutions. The student's ability to see the correct answers with solutions allows learning to continue in an efficient manner. For example, if a student enters an answer that is correct, but WebCT was not programmed to accept that answer, the student asks the instructor to reconsider that answer. The student is responsible for ensuring his/her answer is correct. Thus, learning continues even after the class ends because students review their final exams to ensure that an error had not been made in grading.
CLASS CONDUCT
The taxation of business entities course covers the tax rules that govern the formation, operation, distribution, and liquidation of entities. At the end of the course, students should be able to identify and address the tax and nontax issues faced when choosing the tax form of business organization. This objective is accomplished through content modules, quizzes, projects, and exams.
Content Modules
The content modules include Property Transactions, C Corporations (regular corporations), and
Partnerships. Because the life cycle of a business incorporates many of the concepts learned in the property transactions module of the undergraduate introductory tax course, the course begins with a content module on property transactions. This review enables graduate students who come from various schools to have the same baseline knowledge.
Students send instant messages when they have questions while they are working through the content modules. Answering a question with a question, rather than simply giving the answer, provides an incentive not to use the instructor as a source of answers. For example, asking students for a journal entry to record the transaction in question puts the burden of learning on the student. The emoticons in AIM can be used to convey humor when appropriate.
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Quizzes
Twice-weekly quizzes were completed by all students. Most students clamor for the module quiz before they start reviewing the module. Thus, the key concepts in the module require quiz questions to ensure that students cover the module material. To encourage students to work self-tests in the content modules, some quiz questions are patterned after self-test questions.
Following the collaborative model, students worked in small groups on the quizzes and projects. 17 In summer 2001, the groups were created by the instructor and consisted of eight members for quizzes and four members for projects. End-of-semester surveys showed that students did not like this arrangement. In summer 2002, the groups consisted of six members and were the same for quizzes and projects. End-of-semester 2002 surveys indicated that students wanted to self-select into groups because of scheduling issues. To address this issue, in summer 2003, groups were created based on when students expect to work online, information provided in a survey at the beginning of the semester.
In the 2001 class, students were required to be in a chat room during the regularly scheduled class times.
As the semester progressed, students objected to this practice. They wanted more flexibility in scheduling the times they worked with their groups. The requirement was dropped in 2002, but students were asked to attend two synchronous classes in conjunction with the projects. Audio or video recordings of the synchronous classes are available for students who cannot attend.
In the 2001 class, quiz due dates were Wednesday and Sunday; in the 2002 class, the dates were Tuesday and Thursday. Accelerating the due dates helped keep the class on schedule. In 2002, instructor online hours were during the scheduled class times, Mondays and Wednesdays from 12:30 PM to 4 PM and from 6 PM to 9:30 PM.
On the other weekdays, I was online generally for an hour in the morning and back online between 1 PM and 9 PM., with a two-hour break at 5 PM. Now that the MSA program has moved from 6-to 12-week classes, instructor availability is more limited because students indicate on group board postings when they expect to work online, allowing more efficient scheduling of online time. Students also know when the instructor and class members will be online because they create "away" messages using AIM.
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The group members set up times to meet in the chat room. At the beginning of the semester, this time was usually the day the quiz was due. As the semester progressed, groups began scheduling multiple meetings. Most groups established a rule that each member had to work the quiz and come to the chat room prepared to compare answers. Generally, each group member would list the answers. If there were conflicting answers, each student explained his/her answer. If they could not resolve it on their own, they sent me an instant message asking me to come to their chat room. On the occasions when I was called into the chat room, I saw active learning taking place.
The process was exhilarating from my perspective --students were teaching each other. Although WebCT records the chat room discussions in the first four chatrooms, I did not review the logs during the semester. Subsequently, I
checked some of the logs. The discussion in Exhibit I is from the log of a typical chat session.
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EXHIBIT I
Projects
The projects involve the preparation of spreadsheets reconciling book income to taxable income and the tax 
Exams
The only student-independent work required was the completion of two online exams. In the summer 2001 course, students took exams in the classroom. In the summer 2002 course, students took the exams online. The exams, which consist of short-answer and multiple choice questions, were taken during a set period of time on the exam day. The concern with possible collusion was alleviated by creating exams with random-order questions. In addition, the multiple choice questions had random answers. No restrictions were placed on the material that students could access, but the only permitted interaction was with the instructor.
STUDENT REACTION TO THE ONLINE ENVIRONMENT
At the end of each semester, the class was surveyed about the learning environment. The tabulated the results are reported in Exhibit II. One third of the student responses to questions on the videos (Exhibit III), synchronous classes (Exhibit IV), groups (Exhibit V), and online classes in general (Exhibit VI) were randomly selected and reported.
Tools in general. Questions 1 and 2 asked students which tools they used and whether they wanted 
EXHIBIT VII
CONCLUSION
The combination of asynchronous and synchronous materials in the WebCT environment worked well for my students. I felt closer to my students than I did in a live class. When I loaded AIM and saw my students online, I felt connected to them. Each student had an online persona that blossomed over the semester. The use of emoticons in AIM helped us create bantering communication, which contributed to a less stressful learning environment.
The students appreciated the flexibility, and they liked not having to drive to classes. Although many of my students would have preferred a live class, they performed well in this online class. I did not attempt to statistically compare their performance with my past live classes, but the exam distributions appear similar to past classes. I was happy with the overall class performance.
One student concluded, "Just reading the material without having anyone explain it to you makes it more difficult to understand at first (at least for me). I waffled between wanting online and in person teaching … .
Ultimately I chose online because this way we can do it at our own pace and we always have the ability to go back to where we might not have understood and do it over." Thus, flexibility appears to outweigh what to the student appears to be an easier way to learn.
Perhaps the biggest impediment to moving to a learner-centered environment is instructor resistance to change. Distance learning has caused me to abandon the notion that I am central to the learning process. When I taught live, I was the focal point; in a distance setting, the student is the focal point. with an Information-Age mindset expect education to emphasize the learning process more than a canon of knowledge. They want to be part of learning communities, rejecting the broadcast paradigm of television (or the note-taker in the lecture hall)." Faculty involvement, however, is still necessary. Online learning is not a correspondence course; the faculty/student and student/student interaction is crucial to the learning process. Online tools can facilitate these interactions, helping the student to attain the course objectives in a flexible, self-paced environment.
EXHIBIT I Log of a Partial Chat Session
The students are discussing the third, fourth, and fifth questions in a quiz. Semi-weekly quizzes averaged 15 -25 questions, some with multiple parts. Although WebCT lists the full student name, only initials are used here. 11% I used audio only. Not having access to video made the class ineffective for me. 7% I used audio and video, but I was not able to keep up with the class. 11% I used audio and video, and it worked just fine. 60% I didn't attend the classes, but I did listen to the recorded audio files of the classes. 7% I didn't attend the classes, nor did I listen to the recorded audio files of the classes. 5% 7% I don't like using AIM 7% 9% I didn't realize that I could contact the instructor by AIM 0% 0% I figured I could learn the material on my own without the instructor's help. 7% 14% The interaction with my group members was sufficient. 40% 32% I just didn't have time to interact with the instructor 4% 9% I would have interacted more, but I didn't always have access to an online connection at home (e.g., family members/household members were using computer). 15% 5% I was satisfied with my interaction with instructor. 78% 68% A. Helpful 1. I thought they were worth the time to watch. I think they clarified some gray areas. They helped because sometimes you would explain it a different way than it is written and it is easier to understand. 2. I watched the beginning videos and they were helpful. Towards the end of the semester I guess I got lazy and just worked the problems from the quizzes from the modules 3. I watched almost all the videos and listened to all the sound files you created. It's extremely helpful. There are some concepts, such as NOL or limitation on charitable contribution; it is difficult to explain the different ways in writing. A sound file from INSTRUCTOR clears everything up. I listen to the sound file and write my own note on the side...it's perfect! However, I don't think you need to make videos or sound files for everything, just on some particular important or complicated areas. 4. I thought that the videos were very helpful; they were definitely worth my time. I don't think they are needed for every module. I would prefer videos to a synchronous class, because it is much more convenient. 5. The videos were decent... I primarily still worked off of the written pages in the content modules for doing quizzes and projects, but it definitely helps to have some things explained, especially the more difficult topics. It helps to reinforce the concepts. I say keep them.
B. Helpful -Want More 1. I think I would have a video before each module. It provides a framework to tackle the modules so you have a better of idea of what the information is about. 2. I would like to have videos for all content modules. 3. I thought the videos were very useful in the beginning. However, since they weren't available for all modules, I got in the habit of using the content modules more intensely instead of the videos, and therefore stopped using them in the second half. I think if I had been smart enough to use them the whole time it would have been very helpful, as the first ones were. 4. Yes, the real presenter videos were very helpful. It helped to explain some things that were difficult to learn using the content module alone. Videos in all the content modules would have been helpful. 5. Videos for all of the content module would be helpful to learn a little faster for the 6 weeks we have.
C. Positive with suggestion D. Positive with criticism 1. I watched most of them and thought that they were very helpful when I did get to view them. However, I often ran out of time with all of the work to get done for this class and my other class. I think that they are great to have with the content modules but only if I get to print out the modules so that I can compare them to the videos and follow along to take notes. Also, it is good to mention that they can be done in line with the notes rather than after because I didn't know that, and it would have saved time.
E. Negative
EXHIBIT IV Student Synchronous Class Comments -Summer 2002 EXHIBIT V Student Group Comments -Summer 2001
Tell me about your group. What made it a good group or a not so good group? Is there anything I could do to help the group learning process?
Student Group Comments -Summer 2002
1. Group was fine but had various schedule conflicts. I personally did not mind doing it all alone but certainly agree with the learning process as a group. 2. The group was great. Generally there is one or two people who don't carry their weight and that wasn't the case (of course there is always one wierdo on the bus and when I get on I can never find him). There were some issues with meetings but for the most part it seemed to be unavoidable problems because we are so busy and the amount of work in a short time is difficult. overall this group worked very well together. I enjoyed the online meetings; however if you want to facilitate better learning have 2 attended classes for each project: one to work in the group on it and the other to turn in a final project. The class we had to turn in the project was good; however there was little time to interact and compare projects. 3. I really enjoyed the people in my group. However, one thing I think you should take into consideration next time around is the differences b/n full-time students and full-time workers/students. Including myself, there were 2 people out of 5 who didn't work full-time. The only times we could meet were after 8 to accommodate the full-time workers. Not that I mind, but often times students who work full-time are concerned with "getting by". That happens with full-time students too but not as often. The full-time workers in my group didn't want to get together to work on projects together. I really need that interaction to get through the projects. Basically, I think that you should group full-time workers together, and group fulltime students together.
C. Positive with complaint 1. I think we had a good group, but it was very time consuming to go over the quizzes on-line. 2. I don't think groups should be expected to communicate as much as they were expected to. I believe that some people learn better on their own and then are able to help group members once they learn the material themselves. A good group is always there to help each other and knows how to give and take. I liked communicating with my group using im. 3. I liked all of my members. My one frustration was that we had a set a meeting time of Monday and Wednesdays at 8 pm and we never once met at that time. It was frustrating, because with my busy schedule I needed to plan ahead of time and often I counted on the Mon/Wed meetings and they got changed because people were not ready. The group itself did facilitate learning. We often corrected each other's mistakes and hashed out difficult problems together. It would be nice if we could use the conference call set up for group meetings -typing takes a long time.
D. Suggestion only 1 . Maybe make one set of groups that consist of people living at UCONN for the summer so that way they can meet in person for quizzes and projects if they'd like, it makes learning easier because typing on IM gets time consuming and harder to explain how things work.
E. Negative 1. I think that to help the group learning process, people should be allowed to pick their groups. I just think that our group got off on the wrong foot from day 1 and it made everyone less willing to contribute. When there is one person who always says you are wrong, you become less likely to want to contribute. I think that happened with our group, at least I know I feel that way. What made it worse is the fact that the person who said things were wrong had no explanation as to why. It was like they just wanted to argue.
Teach the class live 1 . This class would have been much better had it not been an online class. I don't think any student can successfully teach themselves taxes and I think you miss out of a lot of stuff you could have learned by having this class online.
Miscellaneous comments 1 . I would like to not have to be logged in at 6-9 on Mondays and Wednesdays, and just take care of things on other more flexible times.
Student Online Class Comments -Summer 2002
What would have to change to make the online experience a good one for you?
Fine as is Made the objectives of course clear 9.5 9.3 9.1 9.6 4.
EXHIBIT VII
Fulfilled course objectives 9.6 9.3 9.1 9.7 5.
Clarified work assignments and student responsibilities 9.5 9.2 9.1 9.6 6.
Stimulated interest 9.3 9.1 8.5 9.5 7.
Graded fairly and impartially 9.7 9.7 8.6 9.8 8.
Use examination items which stressed important aspects of the course 9.7 9.5 8.9 9.5 9.
Accessibility to students both in and out of class (if online course, evaluate on instructor's overall accessibility in this course.) 9.9 9.9 9.3 9.7
10. Instructor's interest and concern for students 9.9 9.9 9.2 9.9 11. Preparation for each class (if online course, evaluate on instructor's overall preparation for the course) 9.8 9.9 9.5 9.7 1 Oblinger, Barone, and Hawkins (2001) state, "Distributed learning extends the opportunities for interaction between faculty and student, incorporating simulations and visualizations, as well as collaborative learning. In fact, the "anytime, anyplace" nature of this new set of electronic educational opportunities may well have its greatest impact on residential education. Not only does distributed learning occur anywhere and at any time, but these conditions can be modified along a number of dimensions. Customization may hinge on differences in learner backgrounds or variation in basic academic preparation. The learning experience also may be tailored to accommodate those with learning disabilities or alternative learning styles. Distributed learning environments may augment traditional instruction through reinforcement-by providing the opportunity to explore a subject in much greater depth, allowing learners to study the material on their own time, or to gain additional experience outside of the defined classroom times or homework assignments. In distributed learning, the learning experience is no longer bounded by the length of the class session." 16 The first time I realized the importance of the emoticons was when a student asked for a quiz extension, and I said no. He responded with . I responded with . After a few more exchanges, we finally ended with . 17 Online education is especially effective in helping students from different cultures work together. Although the posts may not be written in perfect English, the posts reflect the students' perspectives on the issue at hand. As students gain confidence in each other, they are more willing to "speak" out. One group had a Polish female, a Romanian female, and two Anglo American males, one of whom was a law school student. Both females were reticent, having recently arrived in this country. When we met live for the first class, I was concerned about this group because the male law school student was absent, and the remaining three members were very quiet. The next week the Polish female had to return temporarily to Poland. Nevertheless, all group members continued to work together electronically. When the groups met live for the first project, my concerns were allayed because I could see how easily the students were working with each other. 18 The message can be read by right-clicking on the name in the buddy list, and then clicking on "Get Buddy Info."
